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Abstract
What exactly is effective instruction? This heavily debated question is still at
forefront of educational reform. Many factors contribute to effective instruction in the
classroom, but it is critical to define effective instruction prior to describing its
components. To understand the concept of effective instruction we must operationally
define effective instruction as summarized by Rosenshine and Berliner (1978). They
viewed effective instruction as those teacher characteristics that had a positive
relationship on student achievement. We know that providing students with the most
effective instruction will lead to an increase in student academic achievement. We also
know these characteristics can be found in instructional programs such as Direct
Instruction (DI). One area of concern is the effects that effective instruction has on the
student school behavior.
The Effects of Direct Instruction Reading on the Behavior Referral Rates of Rural
Elementary Students.
Statement of Purpose
The purpose of this study is to determine the effectiveness of Direct Instruction as
a behavioral intervention method in elementary school classrooms. A given assumption
is that inappropriate student behavior can be measured by the behavior referral rates
written by the teachers. Behavior referrals are written when a student demonstrated a
behavior that violated a school rule/ policy. This negative behavior was observed and
documented by a staff member and resulted in a consequence which was delivered by the
school administration (Sugai, Sprague, Horner, & Walker 2000).
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Review of Related Literature
Research findings summarized by Rosenshine and Berliner ( 1978) described
effective instruction as teacher characteristics that are positively correlated with student
achievement. Descriptions of these characteristics resulting in student achievement
included a group of teaching behaviors that focus on academics.
1

Provide clear instructions to students.

2

Time is allocated for instruction and it is sufficient, continuous.

3

Content coverage is extensive.

4

Student performance is tracked.

5

Questions are at a low cognitive level to produce many correct responses.

6

Feedback to students is provided immediately and is academic in nature.

In direct [effective] instruction, the teacher is in control of the instructional goals,
chooses the appropriate material(s) based upon the students' ability level, and delivers the
instruction at a quick pace (Marchand-Martella, Slocum, Martella, 2004). Having a
teacher who has a strong academic focus, was found to be a characteristic that positively
influence effective instruction in the classroom. In contrast, nonacademic activities were
found to be negatively connected to student achievement even if they were directed at
other educational goals or were found highly enjoyable by the student. Simply put, this
research suggests classrooms with a unstructured, nonacademic focus produced lower
student achievement.
In Rosenshine' s ( 1979b) review of studies, it was determined that classrooms that had
a warm atmosphere and produced students with high self-esteem were a result of the
academic focus rather than an affective emphasis. Also highlighted by Rosenshine
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(1979b), was that less structured programs and teachers with an affective focus produced
students with lower self-esteem. These findings may well be counterintuitive, as some
teachers consider activities that stimulate self-esteem as a prerequisite for student
motivation and progress. This finding leads to the belief that establishing a student's
competence helps his or her self-esteem more than activities where the goal is to build
self-esteem (Marchand-Martella, Slocum, Martella, 2004).
Research also shows that classrooms where instructional activities were not based
on the students' choice, and contained a teacher who was a strong leader resulted in
higher student achievement (Solomon & Kendall, 1976, Rosenshine, 1979; Marchand
Martella, Slocum, Martella, 2004). Solomon and Kendall (1976) (cited in
Rosenshine,1979b), indicated that the characteristics of permissiveness, spontaneity, and
lack of classroom control were not only related to poor achievement but also to poor
growth in creativity, inquiry, writing ability and self-esteem of the students in that
classroom.
Research has demonstrated strong support for using the teacher directed approach of
demonstration-practice-feedback to increase student achievement (Rosenshine, 1979;
Marchand-Martella, Slocum, Martella, 2004; Kame'enui, E., Carnine, D., Dixon, R.,
Simmons, D., & Coyne, M; 2002; Adams, M. J. 1990; Carnine, D., Silbert, J.,
Kame'enui, E., Tarver, S. 2004). This instructional strategy combines three elements of
teaching found to be directly connected to student achievement. Teachers are encouraged
to model directly to the students the skills that are being taught. The modeling of a skill
is then followed up with guided practice in which direct feedback is provided to the
students as they attempt to engage in the new skill. Students then respond to the teacher
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directed questions about the material just covered in the lesson. The third phase is
independent practice, where the student supports are faded and fluency in the newly
acquired skills is built. This last feature was found to be critical in assisting students with
retention and generalization of the various skills. This model or structure for a lesson
must encompass the elements of effective instruction. In short, just having the academic
structure in place is insufficient for student to be at a mastery level; the structure must
embed effective instruction approaches.
Ellis, Worthington, and Larkin (1994) summarized effective instruction as
classroom behaviors emanating from a set of ten principles:
Principle 1: Students learn more when they are engaged actively during an
instructional task.
Principle 2: High and moderate success rates are correlated positively with student
learning outcomes, and low success rates are correlated negatively with
student learning outcomes.
Principle 3: Increased opportunity to learn content is correlated positively with
increased student achievement. Therefore, the more content covered, the
greater the potential for student learning.
Principle 4: Students achieve more in classes in which they spend much of the time
being directly taught or supervised by their teacher.
Principle 5: Students can become independent, self-regulated learners through
instruction that is deliberately and carefully scaffolded.
Principle 6: The critical forms of knowledge associated with strategic learning are:
1) declarative knowledge,
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2) procedural knowledge, and
3) conditional knowledge.
Principle 7: Learning is increased when teaching is presented in a manner that assists
students in organizing, storing, and retrieving knowledge.
Principle 8: Students can become more independent, self-regulated learners through
strategic instruction.
Principle 9: Students can become independent, self-regulated learners through
instruction that is explicit.
Principle 10: By teaching sameness both within and across subjects, teachers promote
the ability of student to access potentially relevant knowledge in novel
problem solving situations.
More recent support for the power of effective instruction (specific teacher
behaviors) that enhance the learning of students was found in a review of scientific
research by Swanson, Carson, and Sachse-Lee (1996). This research examined seventy
eight group-intervention studies published between 1967 and 1993 on students with
learning disabilities. This review found that interventions containing effective instruction
characteristics resulted in large positive growth. Swanson and Sachse-Lee (2000) had
similar results and also found instructional characteristics such as:
7

drill-repetition-practice- review,

8

lesson segmentation,

9

small interactive group, and

10 explicit instruction in strategy cues
were particularly beneficial for student achievement. In addition to this list of crucial
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features, a review by Swanson, Hoskyn, and Sachse-Lee (1999) recognized the
importance of designing instructional sequences that resulted in high level of correct
student responses.
Vaughn, Gersten, and Chard (2000) also reviewed the effective instruction
research literature from a general education perspective and found that these techniques
were beneficial to average students who were not exceptional learners. These findings
were expected because the characteristics described do nothing more than demonstrate
systematic and thoughtful communication between a teacher and a student.
Characteristics such as these do not only go hand in hand with good teaching but have
been empirically supported to improve student learning (Marchand-Martella, Slocum,
Martella, 2004). While these characteristics are often viewed as common sense, the
problem with much of the instruction that students receive is that it is based in the
teacher's inability to transfer the procedures into effective curriculum design.
Effective curriculum design elements are often the cornerstone of commercial
programs. Through the use of empirical studies, curriculum design researchers have been
able to recognize six design elements that should be built into any curriculum, for they
are critical to providing the most effective instruction (Kame'enui, Carnine, Dixon,
Simmons, Coyne, 2002). These design elements should be delivered using Ellis,
Worthington, and Larkin's (1994) ten principles of instruction.
. These design elements include:
1) Big Ideas: Highly selected concepts, principles, rules, strategies, or heuristics that
facilitate the most efficient and broadest acquisition of knowledge.
2) Conspicuous Strategies: Sequence of teaching events and teacher actions that
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make explicit the steps in learning. They are made conspicuous by the use of
visual maps or models, verbal directions, full and clear explanations, etc.
3) Mediated Scaffolding: Temporary support for students to learn new material,
which is faded over time.
4) Strategic Integration: Planful consideration and sequencing of instruction in ways
that show the commonalities and differences between old and new knowledge.
5) Primed Background Knowledge: Related knowledge, placed effectively in
sequence, which students must already possess in order to learn new knowledge.
6) Judicious Review: Sequence and Schedule of opportunities learners have to apply
and develop facility with new knowledge. The review must be adequate,
distributed, cumulative, and varied (p. 6).
The use of these design elements are validated by the extensive literature reviews
completed by the National Center to Improve the Tools of Educators (NCITE, 2001).
Summary of Effective Instruction
Teachers' instructional characteristics that lead to academic success for students are
classrooms where the teacher is in charge; the instruction is on academic focus; the goals
are clear; there is sufficient instructional time; instruction is continuous and extensive in
coverage; performance is monitored, and questions are asked at the students' cognitive
level to increase academic success, thus boosting self-esteem. Effective instruction that
encompass these characteristics along with an emphasis on demonstration-practice
feedback which include the six design elements just reviewed are critical for providing
effective instruction to a wide range of students. These elements are evident in a number
of programs, including those that use direct instruction. Some of these programs are
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Wilson Reading, Open Court Reading and Reading Mastery Plus. The Reading Mastery
(referred to as Big DI or DI) programs have the most research to validate their use
(Adams, & Engelmann, 1996).
What is D.l?
Direct Instruction is scripted reading (Reading Mastery Classic/Plus) and math
(Connecting Math Concepts) programs that identify concepts, rules, strategies, and big
ideas which are taught through clear communication and then carefully constructed to
organize instruction efficiently. The elements of organizing instruction include
scheduling, homogeneous grouping and ongoing monitoring of student progress, which
assures that each student masters the academic instruction. This is all done with student
teacher interaction techniques, such as coral responses, which are utilized in order to
assure that students are actively engaged with the instruction and that they master the
objectives set forth in each lesson by utilizing extensive practice (Marchand-Martella,
Slocum, & Martella, 2004 ).
The qualities of this Direct Instruction program are connected directly to the
qualities of an effective instructional program. The description of the program itself
includes how Reading Mastery Plus addresses all of the six design elements: Big ideas,
Conspicuous Strategies, Judicious Review, Primed Background Knowledge, Strategic
Integration, and Mediated Scaffolding. By utilizing the six design elements in a clearly
structured format, students are actively engaged with their unison responses and benefit
from the immediate corrective feedback from the teacher. Students are also placed at their
appropriate instructional levels which provides them with questions that are cognitively
appropriate in nature thus allowing for a greater amount of correct responses
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(Rosenshine, & Berliner, 1978). As stated earlier, giving students this chance to be
successful with the academic content in tum increases their confidence and self-esteem.
Research on Direct Instruction Reading
The Direct Instruction reading programs are supported by the National
Reading Panel findings which identified explicit, systematic phonics instruction as one of
the most effective ways to teach beginning reading (NRP, 2000). It was also supported
by the research from Project Follow Through, (Carnine, Silbert, Kame'enui, & Traver,
2004), which was the largest educational experiment in history (1968-1976). Project
Follow-Through costed close to one billion dollars and involved nearly 100,000 children
from 170 communities throughout the United States. It's purpose was to identify the
most effective approach to teaching beginning reading. The results of Project Follow
Through indicated that Direct Instruction was the only model to demonstrate significant
positive outcomes on basic skills measures, cognitive-conceptual measures and affective
measures. Direct Instruction was also the only program to demonstrate substantial
improvement with students who initially scored higher than the twentieth percentile on all
measures of academic achievement. Furthermore, it was the only model that succeeded
in raising student performance to a level on par with the national norms by the end of the
third grade. Many other studies support the Direct Instruction Reading program
highlighted by (Carnine, Silbert, Kame'enui, Traver's, review(2004). In light of the
evidence provided by project Follow-Through and the subsequent reading research, less
teacher directed reading models are brought into question.
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Several comprehensive reviews of the elements of effective reading instruction
assisted in generating an extensive list of "best practices". Chall' s (1967) reviewed
studies comparing the relative effectiveness of whole-word ("look-say") versus phonic
approaches in beginning reading instruction. The USOE Cooperative Research Programs
(1967) also reviewed beginning reading programs and their effectiveness. Adams's
(1990) comprehensive review of the research and theories of beginning reading also
provided an extensive list. All were in support of components included in Direct
Instruction reading programs. These studies were further validated by the findings from
the National Reading Panel (2000) which is the research cornerstone for the No Child
Left Behind Education Act of 2002.
Direct Instruction and Behavior
As previously highlighted, Direct instruction reading programs have consistently
demonstrated the ability to increase students' reading and reading comprehension skills,
but it has been reported that they should also have positive effects on students' behavior
in the classroom. According to Marchand-Martella, Slocum, and Martella (2004), "When
students are engaged they are less likely to become distracted and to distract others"
(p.44). As a result of students being actively engaged in the reading instruction, the
engaged learning time that would otherwise be devoted to management of behavior
problems is increased. A characteristic of Direct Instruction, according to Marchand
Martella, Slocum, and Martella (2004), is that it focuses on keeping students actively
engaged, which should decrease student off-task behavior problems. Fast-paced
classroom instruction keeps students actively engaged, leaving less time for inappropriate
off-task student behavior.
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What are the Effects of Inappropriate Behavior in the Classroom?
One of the primary effects of inappropriate student behavior in the classroom is
low morale. If children are in a loosely structured environment that lacks academic focus
they are more likely to fail. The primary treatment, as established earlier in this literature
review, is providing instruction which results in high student success rates. These high
success rates are in tum correlated with higher student self-esteem (Meese, 1996).
Structure
Another characteristic of effective classroom management is structure. Classrooms
need structure which is set up by rules, regulations and clear expectations by the teacher.
These elements, if upheld consistently by a teacher who models firm, polite and
appropriate behavior for students, can provide stability in the classroom. Teacher
interactions with students will then become more predictable thus avoiding behavior
issues in the classroom (Meese, 1996). All of these characteristics are found in Direct
Instruction reading programs (Marchand-Martella, Slocum, & Martella, 2004).

Effective Ways to Improve Classroom Behavior is Academic Instruction
As noted by (Knitzer, Steinberg, & Fleisch, 1990), one of characteristics of
effective classroom management is providing students with quality, appropriately paced,
effective instruction. Kame'enui, Carnine, Dixion, Simmons, and Coyne (2002) reported
that student achievement is influenced by previous academic successes or failures, so the
"effective implementation of instructional strategies designed to help students achieve
greater academic success should have a noticeable effect on students' motivation to do
well in school" (p.29).
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Effective instruction provides stability and structure in the classroom, and
provides students an opportunity to be successful, hence building self-esteem. Students
with high self-esteem are motivated to do work. Effective instruction also keeps students
who are successful and motivated actively engaged decreasing the amount of time that
misbehavior can occur. For example, during a Direct Instruction reading lesson, students
are exposed to the essential skills and content that facilitates mastery of reading. Due to
the fast pace and errorless learning, students should increase their academic engaged
time. Keeping students actively engaged decreases inappropriate behavior in the
classroom and Direct Instruction does this, then Direct Instruction reading programs
should also decrease behavior referral rates of students.
Summary
High success rates attributed to high self-esteem is a factor that decreases
inappropriate behavior in the classroom. Classrooms that include a safe learning
environment, which is supportive and includes challenging curriculum from committed
teachers that implement a structured classroom management plan where the rules,
regulations and expectations are made clear to the students, should produce fewer
behavior referrals.
Statement of Hypothesis
After evaluating the research for the most effective instruction practices and
elements, Direct Instruction reading programs clearly have demonstrated that they are an
effective approach for providing reading instruction. Effective instruction is also one of
the important elements of an effective classroom management system and has been
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suggested as a critical element when trying to decrease student off-task behavior. In light
of the evidence presented above, this leads to an alternative hypothesis: Students who
receive DI in reading have less behavioral referrals than students who do not receive DI
reading instruction.
Method
This study is a result of an elementary school's interest in identifying the causation
element for the reduction of behavior referrals. As a result of this interest a partnership
was formed between Longwood University and an elementary school through the
collaborative research program. The purpose of the study was to look at the effectiveness
of Direct Instruction as a behavioral intervention method.
Participants

From the 2001-2002 school year to the 2004-2005 school year, the average enrollment
of 1st through 4 th graders per year was 463 with 11.3 students per teacher. The
composition of the student body is somewhat diverse in socioeconomic, educational and
ethnic traits. In the 2002-2003 school year, 70% of students were eligible to receive free
or reduced lunch. The ethnic composition of the student body membership as reported to
the State Department of Education was recorded as follows: African American 50%,
Caucasian 48%, Asian 0%, Hispanic 2%, American Indian 0%.
Materials

The materials used for this study were the Behavior Referrals used at the elementary
school and a school roster which were both obtained from the elementary schools SQL
and Source Safe Integration (SASS!) software program. Additional materials included
the SPSS program for statistical analysis as well as master schedules for grades 1-4
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obtained from the elementary school's administration.

Procedure
After an initial meeting with the school administrators, a request for permission to do
the study was sent to Longwood University's Human Subjects Committee. Once
permission was granted, the vice principal of the elementary school was contacted and
the data was collected using the SASSI database. The data included the historical data on
behavior referrals for the entire school for the 2001-2002 school year and the 2004-2005
school year. In addition, school rosters were obtained for both school years. Once all of
this information was collected, the collaborative team designed a quasi-experimental
study. Due to the nature of the study using existing historical data, true experimental
design procedures involving random sampling could not be implemented, rather a quasi
experimental designed was implemented.
The study included three comparisons. The first comparison was a student match
comparison using the historical data. In this comparison subjects were examined who
received a behavior referral in the 2001-2002 school year and then compared to those
same subjects in the 2004-2005 school year. Subjects who did not receive a behavior
referral in the 2001-2002 or the 2005-2005 school years or were no longer attending the
elementary school by 2004-2005 were excluded from this comparison. This data was
entered into SPSS and a paired -sample t test was conducted to compare the obtained
referral rates for the subjects.
In the second comparison, the student behavior referrals were compared
according to the location of the offence for grades 1-4. The locations were determined by
examining the original behavior referral located in the student's personal file. The
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locations were defined as big DI classroom (Reading Mastery Plus), little di classroom
(Saxon Math), traditional classroom (Science/ Social Studies), transition (hallway,
bathroom), recess (breakfast, lunch, playground), and resource. Because of the variable
of time, the number of behavior referrals were divided by the amount of time each
student spent in that particular class or location during a typical day. This provided the
researchers with an appropriately weighted number of referrals. The data for this
comparison was entered into SPSS and a one-way ANOVA was ran which compared
behavior referrals in big DI to the behavior referrals in the other placements.
The third comparison examined the behavior referral rates of 4th graders in 20012002 compared to the behavior referral rates of 4th grades in 2004-2005. Individual
students who did not receive a behavior referral for the year were excluded from the
study.

A one-sample t tests was run to determine if any significant differences between

the group behavior referral rates were present.

Results
Comparison 1
A pared-samples t test was conducted to evaluate whether there was a significant
difference between the behavior referral rates for the matched group of subjects (first
(N=27) and fourth grade (N=27)). The results indicated that there were no significant
differences between the behavior referral rates of first (M= 2.04, SD= 4.97) and fourth
grades (M= 1.93, SD= 2.77), T(26)= .125,p= .901. The 95% confidence interval of the
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difference between the two groups was - 1. 71 to 1.94.
Comparison 2
A one-way analysis of variance was conducted to evaluate the relationship between
Direct Instruction and its effects on the behavior referrals written in various classrooms
and non-classroom settings. The independent variable, placement, included six levels:
Big DI, Little di, regular education, transition, recess, resource. The dependent variable
was the number of behavior referrals for the year 2004-2005. The ANOVA was
significant, F(5,707) = 9.407,p= .000.
Post hoc tests were conducted to evaluate the specific setting differences among
the behavior referral rates. The Standard Deviation ranged from .007 to .037. The test of
homogeneity of variance was significant, p= .000. Therefore, the prudent choice was to
evaluate the results of the Scheffe post hoc. There were significant differences in the
behavior referral rates based on the setting where the behavior referral was written.
There were significant differences between the big DI group when compared to the
referrals written from transition (p=.013) and recess (p=.004). Although they approached
significance, there were no statistical significant differences between the number of
referrals written in big DI, little di, regular classroom, and resource classroom settings.
Comparison 3
A one-sample t test was conducted on the fourth grade 2001-2002 (N= 37) fourth
grades and the 2004-2005 (N=31) fourth graders to evaluate whether their behavior
referral rates were significantly different. The 2001-2002 mean 4.59 (SD = 4.86) was not
significantly higher than the mean score 2004-2005 of 2.9 (SD= 2.44), t (66) = 1.76, p =
.083. An additional ANOVA was run to assess the difference in behavior referral rates in
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the core content instructional setting. The independent variable, placement, included Big
DI, Little di, and science/social studies classrooms. The dependent variable was the
number of behavior referrals for the academic year 2004-2005. The ANOVA was not
significant F(2, 356) = 2.786 p = .063. While the critical value was greater than the
obtain value post-hoc tests were evaluated for trends.
Post hoc tests were conducted to evaluate the specific differences among the
means. The Standard deviation ranged from .009 to .013. The test of homogeneity of
variance was significant, p= .001. Therefore, the prudent choice was to evaluate the
results of the Scheffe post hoc. There were no significant differences between the
number of referrals written in big DI, little di, regular classroom, and resource classroom
settings. Yet The Big DI did approach significance p = .084 when compared to the
science social studies class. There were no significant differences between the Big DI
and Little di cohorts p =.899.

Discussion
This study resulted in mixed support for the hypothesis that there would be
significant differences between the referral rates in big DI classroom compared to referral
rates in other instructional and non-instructional settings. Several studies that attributed to
this assumption were Marchand-Martella, Slocum, and Martella (2004) who reported that
when students were actively engaged in the classroom (a characteristic of Direct
Instruction) there was less time for inappropriate behavior to occur. Kame'enui, Carnine,
Dixion, Simmons, and Coyne (2002) reported that if instructional strategies to increase
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students academic success are implemented effectively, the students are more motivated
to do well in school based upon previous success hence, decreasing their overall
inappropriate behaviors. Research by Marchand-Martella, Slocum, and Martella, also
demonstrated that Direct Instruction uses instructional strategies to increase students
academic success by placing students at their instructional level where they can succeed.
Meese (1996) also contributed to this assumption by stressing the importance of a
structured classroom environment as a characteristic of effective classroom management.
According to Marchand-Martella, Slocum, and Martella (2004) the characteristics of
effective classroom management are found in Direct Instruction reading programs. For
these reasons we were interested in two research questions;
1

Does structured academic instruction that follows the six design elements
reduce behavior referrals? Evidence from this study supports this
hypothesis.

2

Does DI instruction reduce the number of behavior referrals compared to
little di or traditional instruction? The answer we found to this question
was that there were statistical trends that suggested that the six design
elements within the DI content instruction could reduce the overall
number of behavior referrals.

Comparison 1
For comparison 1 it was expected that students would have higher behavioral referral
rates prior to the implementation of Direct Instruction (first grade) than they would after
the implementation (fourth grade). The statistical analysis showed that there was no
significant difference between the behavior referral rates from cohort first grade to fourth
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grade. Several factors could have affected these results.
One factor is that of the instruction the students were receiving in first grade; these
students could have been receiving effective instruction which included the six design
elements, which under our assumption would have resulted in low levels of inappropriate
behavior in the classroom.
A second factor involves the type of reading instruction the students were receiving in
the first grade compared to in the fourth grade. Reading instruction differs significantly
from first to fourth grade; for example in first grade students are learning to read and in
fourth grade they are reading to learn. The effects of the Reading instruction, "shift of
focus," on the behavior referral rates is unknown.
A third factor is the assumption that as students get older they are more likely to
receive more behavior referrals. As our study showed no statistical significance from
first to fourth grade were present. This finding of a lack of significant differences in the
matched comparison between 1 st and 4th grade could indeed be a positive finding. If we
expect students to have more behavior referrals written on them in upper grades, the zero
change could be an indication that instruction that follows the six design elements was
successful in reducing the expected mean scores of 4th grade behavioral referral rates.
A fourth factor is that first grade students generally have one teacher for all of the
major content areas. In contrast, fourth grade students generally have a variety of
teachers for their core content instruction. The behavior referrals rate increase for the
first grade student could be a result of a culmination behavior effect. Teachers who have
students for more than three hours at a time may find that their resistance to inappropriate
off task behavior could lessen with time; thus, a minor infraction could result in a

Effects of Direct Instruction

22

behavior referral. Those teachers in upper grades who only keep the students for 90 to
100 minutes may be insulated from this culminating phenomenon.
Last of all is the factor of retention; some students who received a referral in first grade
may have been held back so that they were not in fourth grade 2004-2005 which would
have eliminated them from the study.
Limitations of comparison 1
As this is a historical comparison the variable of maturation is an issue. Students
change very much from first grade to fourth grade. Another limitation associated with
historical comparisons is that it is difficult to know what kind of instruction the students
were receiving (did the instruction meet their educational needs?) as well as what events
occurred in their life between the time they were in first grade and fourth grade. For
example, did they have a death in the family or another experience that may have affected
their behavior in school. While the comparison from first grade to fourth grade was
logical, a more comprehensive evaluation, which includes the second graders (20012002) to the fifth grade (2004-2005) should be conducted to validate the findings from
the original comparison.
Comparison 2
For this comparison, it was expected that Direct Instruction classrooms would have
less behavior referral rates compared to other academic classes and non-instructional
settings. The statistical analysis showed that there was no significant difference between
the referral rates of Direct Instruction classroom and little di classrooms as well as in
regular education classrooms. There was, however, a significant difference between the
behavioral referral rates of Direct Instruction classrooms and the behavioral referral rates
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of non-academic areas. These results suggest that a structured environment that
encompasses the six design elements could have a positive impact on the behavior
referral rates of elementary aged students. These results also support the assumption that
there is a need for a comprehensive structure during the student transition times.
Structuring transition time would include teaching a systematic, explicit procedure for
entering and exiting a classroom. Many times we see the class line up to leave a
classroom, but because not everything is put away or students are still packing up (no
procedure in place) the other students are forced to stand in line and wait for their peers,
thus leaving time for inappropriate behaviors to occur. When inappropriate behaviors
occur more referrals are written, which in tum enhances a punitive culture within the
classroom.
Limitations of comparison 2
As the study is historical, it is difficult to evaluate certain situations. Several
questions arose during the evaluation of the data; for example, what were the
characteristics of the non DI classes (was it meeting their instructional needs)? Did the
Non-DI classes include the six design elements within their instruction? These questions
point to a more comprehensive need for a qualitative description of the instructional
approaches for the non-DI classes.
Comparison 3
In this comparison, it was believed that the fourth graders who attended this school
prior to the implementation of Direct Instruction would have more behavioral referral
rates compared that those fourth grades who attended the school three years after the
implementation. The statistical analysis showed a decrease in the mean number of
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behavior referrals from 4.59 in 2001-2002 to 2.9 in 2004-2005, however these results
only approached significance (p=.083). Given this decrease of almost fifty percent this
comparison of fourth grade referral rates is worthy of further exploration. Teachers who
write half the behavior referrals, when compared to their peers, are able to provide their
students with much more instructional time, cover more material, and preside over a
classroom that has a positive environment.
Limitations of comparison 3
It is difficult to know what was going on in the school in 2001-2002. We do not know
what kinds of classroom management systems were in place; for example was there a
school wide behavior intervention system in place? If each classroom had its own rules
and regulations, it is quite possible that transition to different classrooms with different
rules may have affected student behavior. We also know that the administration was
different prior to the implementation of Direct Instruction, which could have also affected
disciplinary procedures and regulations throughout the school.
Conclusions
These comparisons have suggested that there is a connection between structured
environments, the six design principles of effective instruction, and number of behavioral
referrals written. It seems that any part of the school day where students have structured
instruction will result in less behavioral referrals. This study supports previous findings
by Meese ( 1996) that structure is an important part of effective classroom management.
Further research suggests that there seems to be trends, while not significant, that does
highlight a vast reduction in the number of behavior referral rates for those students who
received Direct Instruction reading. That is, if students received instruction that included
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the six design elements, they should receive less behavioral referrals when compared to
those students in less structured environments. This assumption also questions the
efficiency of unstructured discovering learning procedures as the primary mode of
instruction. The research suggests that the unstructured environment could have the
unanticipated effect of increased behavior referrals, thus reducing the effectiveness and
efficiency of the academic instruction.
Suggestions for Future Research
As there were limited significant differences in the behavioral referral rates of
students from first grade to fourth grade, it is suggested that there be further research on
the comparison in light of the assumption that first graders generally receive less
behavior referrals than fourth graders. This research should be carried out in numerous
schools located in a variety of different areas including rural and suburban settings. It is
also a recommendation that further research should be done comparing behavior referrals
rates prior to and after the implementation of Direct Instruction programs in numerous
schools. Last of all, this study highlights the need for longitudinal cohort studies in order
to track behavior referral rates of children from grades K-12th •
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